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Two decades of World Bank lending  for education  teach that
flexibility,  community  involvement,  and  adaptation  of programs
to local  conditions  are some  of the  critical  elements  of successful
education  programs.  "
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TIhis  paper  -a  product  of the Education  and Employment  Division,  Population,  Health,  and Human  Resources
Department  - is part of a larger  effort  in PRE to analyze  in detail  the lessons  of the Bar's  operational  experience
in education.  Copies  are availabic  free fron the World  Bank, 1818  H Stret  NW,  Washington,  DC 20433. Please
contact  Cynthia  Cristobal,  room S6-214,  extension  33640  (42 pagis, with  figures  and tables).
Verspoor  traces  the development  of the World  Bank's  From his review  of Bank  experience  in support-
lending  policies for education  and draws  lessons  and  ing basic  education,  Verspoor  draws  four lessons  for
recommendations  from the Bank's  experience.  those  whiodesign  educational  development  programs:
The evolution  of the Bank's  policies  for efdica-  * The most important  determinant  of the'outcome
tion lending  has paralleled  the evolution  of priorities  of primary  iducation progams is the quality  of the
in the development  community.  When  the Bank  implementation  at the school  level.
began lending  for educatiq n 1963,  it concentrated
on training  manpower  fob  modern  sector  and  K The quality  of the implementation  depends  on its
limited Bank  lendinVto  general  secondary  education,  -context  - and what works  in one place many not in
vocational  and technical  education,  higher  education,  another. Programs ,must  be adapted  to each location.
and teacher  tsaining. As contribution  of basic
e.education  to development  was  more widely  recog-  * Effective  administration  and effcient manage-
nized in the late 1960s,  the Bankbegan  to support  ment  are vital  pieconditions  for good  implementation.
primary  education. And as alleviating  poverty  and
promoting  equity  became  priorities,  the Bank began  * The lIck of support  for mechaniss  to assess  the
in the 1970s  to expand  its support  for basic  education  outcomes  of tft  Bank's  basic education  programqs
-primary  and nonformal  educaton to help  build  up  '  the critical  weakness  in their design.
literacy,  numeracy,  and problem-solving  skills.
t  oVerspoor  makes  five  principal  recommendations
The Bank's  lending  for primary  education  has  for designing  education  projects:
supported four main  objectives:  expanding educa-
tional  opportunities,  improving  instructional  quality,  *  Support  the locally  determined  processes  ta
increasing  efficiency,  and  strengthening  management  driveeducational  developmnent,  such  as school
in the sector. In nonformal  education,  Bank  lending  improvement,  community  mobilizatio4,  and tte
has  supported  the goals of developing  practicl skills,  planning  of scools'  locations.
promoting  basic  literacy,  and building  income-
generating  skills.  *  Invest  in the most cost-effective  inputs.
Verspoor  argues  that Bank support  to education  * Test carefully  how  an investnent package  works
has  been most successful  when it provides  for in-  in a particular  setting  and monitor  outcome' con-
depth analysis  of subsec;oral  issues,  concentrates  on a  stantly.
Wfv  objectives, uwstains  its commitment  to these
objectives  over  a long  period,  and delegates  to the  *  Strengtenthe institutional  capacity  for national
borrowing  country  the responsibility  for sectoral  and regional  strategic  planning  and management,  and
analysis,  policy  formiuation,  and project  development  for operation  at the district  and  school  levels.
and implementation.  I
Design  projects  to allow a fexible rsponse to a
wide vaiety of local needs  and unplanned  events.
The  PRE Working  Paper Series  disseminates  te  findmngs  of wotk under  way  in the Bank's  Policy,  Research,  and Extemal
AffairsComplex.  Anobjective  of the  series  isto get  thesefndings  out  quickly,  evenifpresentaiions  arless than  fuly polishe.,
The findings,  interpretations,  xnd  conclusions  in these  papers  do not necessarily  represent  official  Bank  policy.
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As a development  institution,  the World Bank supports  education  by
provid'ng  financial  resources,  technical  assistance,  and policy advice.  It
contributed  US$11.2 billion to support education and training  through 396
projects  in  100  countries  between  1963  and  1990. The volume  of  Bank 1 lending  for
basic education-  totalled  US$2 billion  since 1970,  and accounted  for over a
quarter  of the  world's  multilateral  aid  to primary  education  between  FY81-86.3
The  Bank  employs  more  than  100  education  professionals  to assist  Borrowers  with
the  development  and  implementation  of  the  education  loans  and  to  appraise  more
than  20  education  projects  per  year.  It  also  ham  a  small  division  of  10
professional  staff  to  undertake  educational  research  and  policy  work. This  paper
will review  the evolution  of the Bank's  lendine  policy,  and the objectives,
strategies  and lessons  of lending for basic education,  which includes  both
primary  and  nonformal  education. 4
The Bank's  policy  of lending  for  education  has  gone through  several
phases  over  the  past  two  decades. At the  time  of its  inception,  the  World  Bank
was authorized  under its Articles  of Agreement (1945)  to provide investment
capital  to  support projects  "for  productlve purposes,  including...the
encouragement  of the  development  of  productive  facilities  and  resources  in less
developed  countries." 5 In  the  1950s,  few  development  economists  recognized  the
critical  contribution  of  education  to  productivity  and  economic  growth. In  that
decade,  education  was not  considered  a suitable  object  for  Bank investment.
Entry  into  Education  Lending
In  FY63,  the  World  Bank  began  lending  for  education,  stimulated  b'  the
emerging  view  in  development  economics  of  education  as  an  investment  in  human
capital,  and  by  the  growing  demand  for  financial  assistance  in  education  from
its member-states.  Initially,  the objectives were to  promote educational
planning,  build  infrastructures,  such  as  schools,  and  attract  additional  capital
investment  from  other  donor  agencies.
I  The  word "Bank"  used in this  paper  refers  to the  World  Bank.
2  Basic  education  includes  primary  education  for  children  and  literacy  and
basic skills training for youths and adults.  It does not include  formal
vocational  training.
3  The  World  Bank's  fiscal  year starts  on July lot. FY81-86  refers  to the
period  from  July 1, 1980  to June 30,  1986.
4  The discussion  in this chapter  is based on the following  World Bank
papers:  1971  Sector  Working  Paper)  1974  Sector  Working  Paper;  Education  Sector
Policy  Paper;  Review  of Bank  Operations  in  the  Education  Sectorl  The Dividends
of Learning;  and  Primary  Education:  A  World  Bank  Policy  Paper.
World  Bank,  "Review  of Bank  Operations  in  the  Education  Sector,"  p. 1.
1From FY63-71, lending  was concentrated  on strengthening  what were
considered  the  "productive"  subsectore  of  education--general  secondary  education,
vocational  and  technical  education,  higher  education,  and  teacher  training.  The
principal  objective  was tL.  train manpower  to support  the modern sector,  the
expansion  of  which  war seen  as  the  key  to  development.  The  World  Bank,  as  well
as other  international  agencies,  considered  that  basic  education  with its  high
local cost content  was not very suitable  for external  assistance,  and that
external  funding  was best  directed  towards  the  higher  levels  of education.
Between  FY63-71,  the  Bank's  lending  to secondary  education  accounted
fot  71.8%,  post-secondary  education  for  13.0%,  university  for  10%,  adult  training
for  4.1%,  and  primary  education  for  1.1%  of  total  education  lending.6  Early  Bank
lending  did  not  support  nonformal  education,  defined  as learning  that  is  not  part
of a country's  regular  school  system,  although  it covered  nonformal  vocational
training.
Emergence  of a  Sector  Policy
The critical contribution  of basic education to deve'opment  was
gradually  recognized  in the second  half  of the 1960s. Some  of the requests  to
the  Bank for  educational  financing  (South  Korea,  for  examplet  included  primary
education  as a  priority  area.  In 1968,  Unesco  requested  that  the  Bank support
primary  education,  and  that it  consider  loan  applications  on the  basis  of "the
assessed  needs  and  priorities  of a recipient  country." 7 In response,  the Bank
began,  starting  in 1970,  to support  primary  education  projects  which aimed  to
improve  efficiency  and  relevance  of  instruction.  It  also  supported  the  provision
of  basic  equipment,  supplies  and  textbooks,  and  the  establishment  of facilities
for  the local  production  of textbooks  and other  teaching  materials.  In 1971,
the Bank issued  for the first time a formal  statement  on the priority  for
education  lending  in a "Sector  Working  Paper."
anticipating  the  resource  implications  of the increasing  demand  for
schooling  exacerbated  by th'  rapid  growth  of school-age  population,  the Sector
Working  Paper  emphasized  the  needs  to  find  new iources  of  educational  financing,
improve  efficiency  in  delivery  through  the  use  of  educational  radio,  television,
programmed  learning  and  other  instructional  materials,  and  search  for  less  costly
alternatives  to formal  primary  schooling,  including  nonformal  education.
Emg.hasis  on Meeting  Basic  Needs
Meanwhile,  the  population  explosion  and  the  deterioration  of  the  living
conditions  for  the  world's  poor  forced  the  development  community  to  re-think  its
priorities  and  strategies. In 1973,  Bank  President  Robert  McNamara  called  for
a  major  policy  shift  in international  development  assistance  toward  meeting  the
basic needs  of the world's  poorest  people  for food,  shelter,  clothing,  clean
water, health care and education.  This new emphasis  on equity and on the
6  World  Bank,  "1971  Sector  Working  Paper,"  Table  5, p. 32.
7  Romain,  "Lending  in Primary  Educations  Bank Performance  Review,  1962-
83," p. v.
2allevietion  of poverti  led to tho formulation  of a more comprehensive  sector
policy in education.  The new focus  g've impetus  to lending  for primary  and
non..ormal  education  to help build the foundation  of literacy,  numeracy  and
problea-solving  -ills necessary  for  national  development.
The  "1974  Sector  Working  Paper"  updated  the 1971  paper  and  reiterated
the importance  of  meeting  the  educational  needs  of  the lowest  40%  of the  income
group.  The  paper  emphasized  the urgency  of improving  access  of the rural  and
urban  poor to education, making  curricula  relevant  to rural  needs,  promoting
functional  adult  literacy,  and  making  increased  use  of the  mother  tongue. The
paper stressed  that rural  education  and  training  should  be practical,  designed
as an integral  part of the education  system, linked  with rural development
activities,  and replicable  in terms of cost and management.  The paper also
called  for  research  into  the conditions  related  to basic  education,  curriculum
development,  teacher  training,  institutional  models,  project  design,  use  of  the
mass  media,  manageLant  training,  administrative  reorganization,  monitoring  and
evaluation,  and  planning  and  policy  formulation  by couatries. Furthermore,  the
Paper  urged  the Bank  to support  the local  design,  production  and  distribution
of textbooks  and instructional  materials.
As a result,  Bank lending  to primary  education 'ncreased  from 5t
between  FY70-74  to 14%  between  FY75-79 (See  Table 1).  Support  for  nonformal
education  rose  from  nil  before  FY69  to 5.2%  of  the  total  education  project  cost
between FY74-79.8  Much of the financing  for basic education  was for the
expansion  of the enrollment  capacity,  such  as school  building  and  pre-service
teacher  training.




Nonformal  Primary  Education  Education  as X  of
Primary  Basic  as 2 of Total Bank  Total Bank  Lending
FY  Total  Education  Education  Lending  for Education  for  Education
CS)  CSO  CS)  (X)  (X)
70-74  *  814.9  36.4  n.s.  5  n.a.
75-79  *  1,681.9  236.7  n.a.  14  n.a.
80-84  2,964.2  423.7  37.8  14  1.3
85-90  5,530.7  1,2V3.2  18.7  23  0.3
Total  70-90  10,991.7 1,975.0  56.5  18  0.5
*  Data  for  primary  education  *lso  include  nonformal  basic  edUcation.
a  omain  and  Armstrong,  "Review  of  World  Bank  Operations  in  Nonformal
Education  and  Training."
3fommtlment  to Primary  Educat  qn
In the 19808,  the Bank's lending  policy reflected  the experience
acquired  earlier  and  a deepenea  understanding  of the  complexity  of educational
development. It gave a higher  priority  to prim .y  education,  and adopted  a
diversified  approach  to tackling  the  problems. The large  and  growing  number  of
out-of-school  children,  the persistence  of dispatities  between  enrollments  of
boys and girls, the high repetition  and dropout rates, the difficulty  of
replicating  pilot projects,  the problems  of ruralizing  the primary school
curricula,  and the mounting evidence  on the importance  of general primary
education  made significant  rethinking  in educational  development  strategies
imperative.
The "1980  Sector  Policy  Paper"  emphasized  primary  education  as the
foundation  of  educational  development. It  called  for  improving  access  of  girls
and  rural  children  to basic  education,  a  limitation  of additional  investments
in  secondary  and  higher  education,  enhancing  instructional  quality  by providing
cost-effective school  inputs  and  teacher  training,  reducing  internal
inefficiency,  mobilizing  community  resources  and  the mass  media,  and  building
local  institutions.  Recognizing  that  improving  the  institutional  infrastructure
is  a  pre-condition  of effective primary education investment,  the  paper
emphasized the strengthening  of the  leadership  in educational  management,
planning  and  research,  upon  which  depend  well-designed  policies  and  effective
administration.
In  sum,  the  stated  objectives  of  Bank  lending  for  primary  education
in the 1980.  went  beyond  the  expansion  of  enrollment  capacity  to  include
improving  educational  quality,  increasing  the  efficiency  of program  delivery,
and  strengthening  education  sector  management.  Bank  lending  for  primary
education  increased,  during  the  1980s,  to  23%  of its  total  educational  lending
between  FY85-90  (See  Table  1).
Lending  for  nonformal  education  varied  from  period  to  period  (see
Table  1).  While  the  1981  paper  noted  the  growing  number  of  illiterates,  it  did
not  consider  that  nonformal  education  represented  a  viaL  alternative  to  basic
schooling,  but  underscored  its  importance  in  providing  a  second  chance  for  those
who missed  formal  schooling.  The  objectives  of  nonformal  education  and  training
emphasized  by the  Dank  in  that  paper  include  practical  skill  development,  basic
literacy, and  preparation  for  income  generating  activities.  To  date,
approximately  11% of the 396 Bank-financed  education  projects  have contained
nonformal  basic  literacy  components.  Figure  1  shows  the  changes  in  the
composition  of  Bank lending  for  education  over  the  past  three  decades,  reflecting
the  gradual  broadening  of lending  objectives.
4Figur  1
Composition  of World Bank Lending
for General  Education,  FYB3-90
Pereentage of all education  lending
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*  Data  do  not  include  nonformal  basic  education  ard  technical  education.
In  terms  of  the  regional  distribution  of  Bank  lending  for  primary  and
nonformal  education,  the  region  of  Europe,  the  Middle  East,  and  North  Africa
(EMBNA)  has the largest  share  (42%)  of  lending  amounts  during  FYS5-90,  mainly
because  of a  large  average  size  of loan (US$44  million)  rather  than a large
number  of  projects  (See  Table  2). Asia,  with a  smaller  average  project  size  of
US$21 million, accounted  for 24% of the total number of primary education
projects  for the same period.  Although  Africa's  share  of 20% of total  Bank
lending  for  primary  education  remained  stable  during  the 1980.,  the region's
primary education's  share  of total regional  education  lending  has increased
steadily  from 20% in FY80-84  to over 33% in FYS-89.  The number  of primary
projects  in  the  region  accounted  for  half  of  all  primary  projacs financed  during
FY85-90.
Table  3 shows  a  gradual  increase  in  all  regions,  except  Latln  America
and  the  Caribbean  (LAC),  in  the  distribution  of  primary  education  projects  over
time.
5Table  2:  Wbrld  Bank  Lending  for  Primary  Education  and  Nonformal  Basic  Education  by  Region,  FY70-90
(USMmillion)
Africa  Asia  EMEA  LAC  Total
--  --  --  --  --  --  --  - - --  - - - - - - - - - - - --  - - - - - - - - - - - --  - - - --  - - --  --  - - - - --  - - - -
Nonformal  Nonformal  Non-formal  Non-formal  |  Non-formal
Primary  Basic  Primary  Basic  Primary  Basic  Primary  Basic  Primary  Basic
FY  Education  Education  Education  Education  Education  Education  Educatio.  Education  Education  Education
70-74  *  (C)  1.1  n.e.  11.4  n.a.  14.6  n.a.  9.4  n.a.  36.5  n.a.
(Z)  3.0  0.0  31.2  0.0  40.0  0.0  25.8  0.0  100.0  0.0
75-79  *  (S)  52.0  n.a.  69.0  n.a.  83.1  n.a.  32.6  n.a.  238.7  n.a.
(S)  22.0  0.0  29.2  0.0  35.1  0.0  13.8  0.0  100.0  0.0
80-84  (8)  100.5  3.4  151.2  32.1  42.0  2.3  130.0  0.0  423.7  37.8
(X)  23.7  9.0  35.7  84.9  9.9  6.1  30.7  0.0  100.0  100.0
85-90  ($)  249.5  0.0  340.9  0.0  532.9  0.0  154.9  0.0  1278.2  18.7
(S)  19.5  0.0  26.7  0.0  41.7  0.0  12.1  0.0  100.0  100.0
Total  (a)  403.1  3.4  572.5  32.1  672.6  2.3  326.9  0.0  1975.1  37.8
…________________________--------------------------------------------------------------------------------____________________________._…_____________________
*  Data  foz  primary  dtucation  also  inclu&:  onformal  basic  education.
Tabl*  3:  Rtmb  r  of  World  Bank  Primary  Education  and  Nonformal  Basic  Education  Projocts
F7O-9O
Africa  Asia  EMENA  LAC  Total
Nonfozmal  Nonfozual  Non-formal  Non-formal  Mon-formal
PriLw.-Y  Basic  Primary  Basic  Primary  Basic  Primary  Basic  Primary  Basic
FY  Education  Education  Education  Education  Education  Education  Education  Education  Education  Education
…--------------------------------------------------------__-------------_----__-------------------------------------------------------
70-74  (No.)  4  10  3  1  6  7  2  7  15  25
(Z)  6  26  11  11  20  33  8  29  10  27
75-70  (No.)  18  20  3  7  8  7  le  14  37  48
CZ)  28  53  11  78  20  33  40  58  24  52
80-84  (No..  15  6  5  1  6  6  7  3  33  16
(S)  21  16  19  11  20  29  28  13  22  18
85-90  (NO.)  33  2  16  - 12  1  6  - 67  3
CX)  47  5  S9  0  40  5  24  0  44  3
Total  70-90  70  38  27  9  30  21  25  24  152  92
CX)  100  100  100  100  1I%0  200  100  100  100  100
…--  - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - --  - - - - - - - - - - - - -Direction,  for  the 1990e
In the  1990s, the Bank will continue tc provide broad support for
educational  development  with partioular  priority  to six  areas:
*  Improving  the effectiveness  and  efficiency  of primary  educatLon;
*  Increasing  the  access  of  women  and  girls  to education;
*  Strengthening  science  arid  technology  education;
*  Improving  the efficiency  and  flexibility  of training  systems;
*  Strengthening  the contributions  of higher  education  and science  and
technology  institutions  to development;  and
*  Continuing  support  for  project-related  training  and the  development
of sectoral  training  capacity.
Support  for  basic  education  will  thus  continue  to  be  an imp.  'rtant  part
of Bans lending. Projections  based  on currently  identified  projects  indicate
that  Bank  lending  for  primary  education  will  continue  to  be important  over  FY91-
93,  averaging  30%  of total  Bank  education  lending  for  all  regions. However,  so
far,  country  requests  for  support  of rn.i.formal  educrtion  continue '  be low  (see
Table  4).
With these  priorities  in mind,  the Bank will  base it.  assistance  on
an analysis  of the relationship  between  educational  policies  and the  national
economy,  the feasibility  of implementing  educational  reforms,  and  the cap^elity
of  national  institutions  to carry  out  educational  policies. The  Bank  will  also
emphasizes  the relationship  between education  and training  on one hand and
employment  policies  and  programs  on the  other  hand. 9
in  the  following  chapters,  the  Bank,s  investment  objectives  and  lessons
learned  from  its  assistance  to primary  and  nonformal  education  and  training  will
be discussed  in detail.
Table  4: Projected  World  Bank  Lending  for  Primary  and  Nonformal  Basic  Education
FY91-93
(US$  million)
Asia  Africa  EMENA  LAC  Total
S  %  S  %  S  %  S  %  $  %
Primary  100  10  680  37  510  42  100  15  1390  30
Nonformal  0  0  50  0  0  0  0  50  1
Basic
9  World  Bank,  "Dividends  of Learning."
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INVSMTMEM OBRJCTIVES,  STRATEPAIS  AND  LESSONS
Leording  for  primary  education 10 has  supported  four  categories  of
objectives  and  related  educational  inputs:
*  _xaan_ina  eduiattonal-ojortuniti2s  through s-hool construction,
provision  of  pre-service  teacher  training,  and  strongthening  the  demand
for schooling by helping people overcome fLnancLal,  cultural  or
religLous  barrlers  to particLpation;
*  imnrovina  the  aualitv  of instructLon  through  curriculum  development
(such  as revislon  of syllabi,  ruralizatLon  of the curriculum,  and
lntroduction  of practical  subjects),  and Lnstructional  development
(such  as provision  of textbooks,  Ln-servLce  teacher trainlng,  and
distance  educatLon)s
*  increasina  the efficlency  of deliverv  by containing  cost per  pupil,
manlpulatlng  student  flows,  and  reallocatLng  avaLlabl-  resources;  and
*  strengthenLna eSucatlon  sector  management  by  developlng the
institutLonal  capaclty  for  decLeion  maklng,  plannlng,  and  evaluatlon
and  research.
These  strategies  and  lessons  learned  wlll  be dlscussed  below.
QbWective  Is  Expanding  Educational  gooortunities
Since  the  early  1970s,  Bank  prlmary  education  projects  have  provlded
strong  support  for  the  expansion  of  educational  opportunlties. Initlally,  thle
support  focused  mainly  on the constructlon  of school  buildings. Between  1970
and  1980, the  Bank  provided  flnancing  for  the  supply  of  more  than  four  million
school  places. In  addition,  extensive  support  has  been  provlded  for  increasing
the supply of qualified  teachers.  Finally, in recent years, considerable
attention  has been  glven  to the  need  to address  constraints  on the  demand  for
schooling,  especially  for  girls.
School  construction  is a major  part of educatlonal  investment. In
some countries  the annualized  capital cost represents  80% of the annual
recurrent  cost  From the outset,  the Bank emphasized  the  need to adapt  the
school  deslgn  to local  resources,  buildlng  traditlons,  and  climate. Throughout
the  1970s,  Bank  projects  tested  a  wlde  range  of low-cost  methods  for  the  bulldlng
of durable  and functional  schools.  In the maln, three approaches  have been
tried,  each  with varylng  degrees  of success.
10 ThL  chapter  draws  heavily  on Romain,  "LendLng  ln  Primary  Education."
World  Bank,  "Education  in  Sub-Saharan  Africa."
8The first  approach  is  designed  to reduce  school  construction  cost  by
using local materials  and labor and by adapting local building  designs  to
specific  school  requirements.  Projects,  many in  West  Africa,  that  adopted  this
approach  were  successful  in  reducing  the  direct  cost  of construction.  However,
many  ran  into  significant  implementation  problems. The  management  problems  and
the cost associated  .th  the training  and  supervislon  of workers  on dispersed
eites  turned  out  to  be  insurmountable  in  many  inetances,  especially  where  workers
had  to apply  unfamiliar  constructLon  techniques,  and  where  a  publlc  agency  such
as  the  Department  of  Public  Works  was responvible  for  managLng  the  construction
program. Few  of these  programs  have,  in fact,  gone  to scale.
The second  approach  sets out  to reduce  the cost  of building  through
the  use  of  prefabricated  components.  On-site assembly of  prefabricated
comp-Dnents  has  the  potential  to  ensure  uniform  building  standards  and  facLiltates
the  use  of durable  materials. However,  lmplementation  difficulties  in  a  number
of countries have changed the perception  of thie approach as a  low-cost
alternatlve.
Three  major  problems emerged.  First, transportation  problems
frequently  occurred  in  delivery  of  building  components,  particularly  in  projects
aimed  at  reaching  previously  under-served  population  in  difficult  to  reach  areas.
The cost-saving  advantages  of mass produced  prefabricated  materials  were off-
set  by the increase  in delivery  costs.  Second,  synchronizing  individual  site
preparation  with component  delivery  frequently  turned  out to be a source  of
severe  implementation  problems. In addition,  construction  tasks  such as site
leveling, foundation preparation, and  installation  of  water, sewage and
electrical  connactionv;  required  professional  supervision.  Third,  cost  savings
through  the large-sca.le  use of prefabricated  materials  depended  on national
capacities  for the production  of such components.  Primary school  building
projects  in Brazil,  the Philippines,  and  Morocco  would  not have been  possible
without  the national  experience  in  the  production  of prefabricated  components.
The third approach  to schoel  construction  is to rely on voluntary
community labor.  From the  perspectives  of  cost containment and  local
lnvolvement,  this approach  has  many  advantages,  but  it is not  without  problems
either.  Self-help  construction  has rarely  proceeded  according  to a centrally
established  calendar.  This  brings  an  element  of  unpredictability  in  the  planning
process. In  addition,  the  scope  for  the  application  of  unfamiliar  construction
techniques  is  usually  limited,  and  there  is  little  guarantee  for  durability  and
functionality  of the  buildings.
The experience  of the Bank in school  building  thus demonstrates  the
limitations  of large  scale low-cost  school  construction  programs.  While  the
use  of  local community labor has  considerable  potential to  bring down
construction  cost, it needs  to be complemented  by central  support,  including
the training  and supervision  of workers  in the  use of building  materials  that
are not locally  available,  in order to maintain  momentum  and ensure  minimal
standards. An important  lesson  is that the  major  problems  are managerial  and
not  technical.
Because  of  these  problems,  countries  are  well advised  to  use  as  much
as possible  existing  schools  and other  buildings  to reduce  the need for new
9construction.  Many  Bank  projects  have,  therefore,  supported  the  introduction
of  double  shift-use  of  schools  in  densely  populated  urban  areas  and  multi-grade
teaching  in  rural  areas.  These  programs  have  been  successful  where  they  have
been  well  planned  and  included  adequate  training  of  teachers  and  supply  of
specially  prepared  teaching  aide.  A  good  example  is  the  Becuela  Nueva  program
in  Colombia  described  under  the  section  on  increasing  the  efficiency  of  program
delivery.
Pro-oorvice  teacher  &raining  is  another  key  part  of  programs  designed
to  expand  educational  opportunity.  Between  1963  and  1984,  Bank  projects  supported
the  creation  of  more  than  90,000  places  in  110  primary  teacher  colleges.  Most
of  these  projects  supported  existing  national  programs.
A re-view  of  Bank  experience  in  teacher  training12  concluded  that  about
one  third  of  the  projects  had  fully  met  their  objectives,  20% did  not  meet  ther.,
and  10%  met  them  only  partially.  One  reason  for  the  unsatisfactory  outcome  of
some  major  projects  was  the  neglect  to  adequately  analyze  the  problems  of  teacher
supply  and  demand.  Teacher  requirement  projections  rarely  took  into  account
regional  and  gender  variations  in  the  demand  for  teachers,  or  how  competitive
teachers'  salaries  are  in  comparison  with  other  professions  in  attracting  and
retaining  the  better  educated.  Trade-offs  between  pro-service  and  in-service
training  were  rarely  analyzed.  The  possibility  to  limit  pre-service  teacher
training  to  professional  preparation  (practical  training)  and  to  avoid
duplication  with  general  secondary  education  was  analyzed  only  in  a  few
instances.
In  recent  years,  analyses  of  sector  and  projects  have  taken  a  broader
view  of  teacher  training.  The  emphasis  has  shifted  away  from  the  provision  of
hardware  (buildings,  furniture,  equipment  and  specialized  facilities)  to  the
infusion  of  educational  inputs  (develoLment  of  training  curricula  and
instructional  materials,  training  of  trainers,  and  technical  assistance).  For
example,  between  PY63  and  PY84,  95%  of  teacher  training  components  of  completed
projects  supported  the  provision  of  hardware,  but  for  the  projects  that  were
still  under  implementation  at  that  time,  the  percentage  dropped  to  8S%.  At  the
same  time,  62%  of  the  completed  components  and  72% of  the  on-going  ones  included
the  provision  of  educational  inputs.  In  FY89-90,  27  projects  (over  two  thirds)
of  the  41  projects  approved  in  that  period  had  teacher  training  components.
Twenty-three  of  these  projects  emphasized  in-service  training,  most  often  coupled
with  curriculum  revision  and  provision  of  now  textbooks.
Teacher  qualifications  and  levels  of  training  are  important  issues
governing  the  feasibility  of  educational  expansion.  Research  shows  that  teachers
must  have  a  "bracket"  of  knowledge  and  skills  in  order  to  teach  effectively.
Traditionally,  teachers  who  have  had  upper  secondary  education  have  the  bracket
of  knowledge  to  teach  primary  school.  Teachers  with  too  little  education  and
training  cannot  teach  effectively,  but  those  who  have  high  academic
qualifications  may  also  have  high  aspirations  which  are  not  likely  to  be  met  by
the  existing  incentives  or  the  social  prestige  of  the  teaching  profession.  Job
12  The  discussion  in  this  section  draws  heavily  on  the  review  by  Haddad,
"Teacher  Training."
10dissatisfaction  may lead  to low levels  of performance  and attrition.  It is,
therefore, important  to carefully analyze the trade-offs between economic
efficiency  and educational  effectiveness  in the design  of teacher training
programs.
Several countries, for example, Burkina Faso and  Senegal, have
established  teacher  training  programs  that recruit  lower secondary  graduates
for  training  as assistant  teachers,  with  the  understanding  that,  over  a period
of time, they will have the opportunity  through effective performance  and
participation  in  in-service  training  programs  to  acquire  higher  qualifications.
Pakistan  and  Bangladesh  have  established  successful  programs  to recruit  female
assistant  teachers who, with further in-service  training and school-based
professional  support,  have performed  effectively  in schools in their home
community.
Strenathenina  the  demand  for  education  is  the  third  strategy  for
expanding  educational  opportunities.  This  strategy  often  needs  to  complement
investments  in  physical  facilities.  Special attention  is needad to remove
cultural,  religious  or  financial  barriers  to  participation,  especially  for  girls.
Many  countries  have  found  that  building  schools  is  not  enough  to  ensure
that  those  who are  not currently  enrolled  will attend  school. In particular,
providing  access  for  girls  does  not  guarantee  their  participation  if  parents  do
not  appreciate  the  benefits  of  education  sufficiently  to be  willing  to  bear  the
costs. Often  parents  must go against  cultural  or religious  norms  when sending
their  daughters  to  school. The  direct  and  indirect  costs  to  the  family  are  often
high:  expenses  for  tuition  and  school  supplies  must be met  and  the loss  of the
valuable  contributions  made  by  daughters  working  at  home  and  in  the  market  place
must  be accepted.
Programs  that  are  successful  in increasing  girlo'  participation  have
taken financial,  cultural  or religious  factors  into account.  Interventions
included  such  measures  as increasing  the number  of female  teachers  to provide
role  models  for  girls  and  to ease parents'  anxiety  about  the safety  of girls
away  from  the  home;  designing  school  calendars  and  facilities  that  take  account
of girls'  economic  contributions  to the family;  and promoting  activities  to
broaden  perceptions  of the  role  of women  in  society.
A 1979 Pakistan  primary  education  project  tested  two approaches  to
improving  female  teacher  recruitments  (i)  provision  of rural residences  for
female  teachers;  and (ii) local  recruitment  of female  "assistant  teachers."
Results  showed  that  providing  female  teachers  with  residences  did  not  contribute
significantly  to recruitment. Several  socio-cultural  factors  restricted  the
success  of  this  approach--single  females  do not  live  alone;  they  could  not  take
their relatives  with them; and night guards were not provided for their
protection.  However, the assistant  teacher program was quite successful.
Because  they often came from the surrounding  area, females  hired for these
positions  were already  known  in the local  community. This increased  parent.'
confidence  that their  daughters  would  be safe at school.  In addition,  budget
savings  were  possible  because  salaries  were  less  for  the  assistant  teachers  with
lower  educational  qualifications,  and  provision  of female  teacher  residences  was
11.not  necessary.  Recent  project.  include  a  provision  for  testing  a  wuide  range  of
cultural  and  other  hindrance  to  feaaale  schooling.  (See  Box  1.)
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chngn9th  shol  a.nat  i  ittig  ow  lethe  aha1  12usObjective  2:  Imnrovino  the  Oualitv  of Instruction
The  strategies for improving  the quality of  inetruction  include
curriculum  development  and  instructional  development.
Curriculum  develooment  has  usually  been considered  a central  element
of educational  quality improvement  and an important  means to enhance the
relevance  of schooling.  Almost 90% of the World Bank projects supporting
qualitative  change programs included support for curriculum  development.II
Recent projects  emphasize  increasing  quality improvement  over expansion,  as
illustrated  by  the  shift  from  support  for  pre-service  to  in-service  teacher
training.
Many curriculum  development  programs,  especially  those  focused  on  the
revision  of syllabi  and  the  introduction  of  new subject  matters,  have  failed  to
meet  expectations.14  Curriculum  implementation  was  often  the  weakest  link  in  the
curriculum  reform process.  The most successful  programs  were those that
supported  a  combination  of  curricular  reforms,  in-service  teacher  training,
administrative  and  management  training,  and  the  provision  of  instructional
materials.
A  common theme  in  curriculum  development,  especially  in  the  1970s,
was  the  ruralization  of  the  curricula  through  the  inclusion  of  domestic  or rural
subjects  and pre-vocational  skills. The  projects  typically  provided  physical
plants  and equipment  for  these  subjects  and  supported  the  development  of  new
syllabi.  More  thein  half  of  a  sample  of  25  primary  education  projects  approved
between  1972  and  1 83  supported  curriculum  ruralization  programs.  In  addition,
several  projects  attempted  to  introduce  metal/woodwork,  bricklaying,  and  simple
electrical  repairs.
Most  of  these  "practical subject" curricular reforms ran  into
significant  implementation  problems,  especially  those  emphasizing  vocational
skill  development  projects.  Introducing  a  new  subject  in  an  already  overcrowded
curriculum  (often  including  two  languages)  has  never  been  easy,  but  for  practical
subjects,  the problem of implementation  have been compounded  by the often
significant  program  cost,  the requirement  for  specialized  teacher  skills,  and
parental  expectations.
Instructional  improvement  has  been  a  consistent  feature  of  Bank  lending
for primary  education  over the past 20  years.  Support for  the provision  of
textbooks,  in-service  training  of  teachers,  and  distance  education  have  been  the
principal  means.
Textbook  provislon  is  a  central  element  in  Bank  lending  for  primary
education.  Before  1978, less  than 10% of the Bank projects  included  support
for  textbooks. Between  1979  and  1983,  32%  of the  projects  included  a  textbook
13 Verspoor,  "ImplementLig  Educational  Change."
14 World  Bank,  "Education  Sector  Policy  Paper."
13component.  Sixty-six  percent or 27 of the FY89-90 projects had textbook
components.
A 1985  review 15 found  evidence  of considerable  achievement. The  most
successful  projects  recognized  that  textbook  publishing  was  complex  and  highly
technical,  that it required  professional  competencies  in  many specialties,  and
that  developing  a  good  textbook  took time,  three  years  at the  minimum.
However, even with this recognition,  projects underestimated  the
difficulties  in  management  and  institutional  development. Problems  in  textbook
provision  included  poor  quality  books,  inadequate  distribution  systems,  inability
to establish  and  maintain  production  schedules,  inadequate  procedures  to handle
paper  procurement,  teacher  training  not  synchronized  with  book  publication,  poor
coordination  between curriculum  and manuscript  development,  and, above all,
failure  to establish  institutions  that continue  to provide  good quality  books
after  project  completion.  Of the  nine  FY65-77  projects  surveyed  in  detail,  only
three  left  behind  functioning  textbook  provision  systems.
The  lessons  from  these  early  projects  were  rapidly  absorbed. Textbook
components  approved  between  FY77-83  were  more  thoroughly  designed,  using  expert
knowledge  whenever  necessary,  and  paying  much more attention  to the issues  of
sustainability  and  institutional  development. In recent  years,  investments  in
textbooks  are  among  the  most  carefully  designed  and  most  successful  elements  of
Bank lending  for  education.
The 1985 review  recommended  that future  projects  needed  to address
the following  issues:  planning  a long-term  capacity  building  program;  careful
analysis  of the trade-off.  involved  in the critical  decision  of whether  to
publish,  to  purchase,  or  to  adapti  and  ensuring  financial  sustainability  of  book
provision  schemes  beyond  the initial  investments.
The  issue  that  has  been  neglected  and  needs  urgent  attention  is  the
quality  and  the  sequencing  of  the  content  of  textbooks.  A recent  review 1 6 found
that  textbooks  for  math  and  reading  in  many  developing  countries  progress  to
advanced  levels  more rapidly  than  the  typical  textbook  in developed  countries.
Distance  education  is  usually  taken  in  the  Bank to refer to the
delivery  of  education  programs  via  radio  or  television  broadcasting  and
correspondence.  In  primary  education,  distance  education  has  been  designed  to
enrich  face-to-face  teaching,  or  to complement  or replace  teachers  for  some  of
the time to improve  the quality  of instruction  in mathematics  and language.
Between 1963 and 1985, about 20% of the Bank's primary education  projects
included  distance  education  components.
The first  Bank  involvement  in distance  education  was  the Ivory  Coast
education  television  experiment,  which  produced  only  marginal  education  benefits
Is Searle,  "General  Operacional  Review  of Textbooks."
16  Paxman,  et al., "Analysi of Research  on Textbook  Availability  and
Quality  in  Developing  Countries."
14in spite of very substantial  external  investments. After ten years, it had
become  clear  that Ivory  coast  would  not  be able  to sustain  the immense  add-on
cost  of educational  television.
Similarly,  a 198717  review  of  Bank  experience  found  little  additional
benefit  for  distance  learning  programs  designed  for  enrichment  purposes. Where
distance  education  was used for  improvement  of instruction  in core  subjects  by
complementing  or  replacing  face-to-face  teaching,  evidence  of learning  gains  has
been found.  Where broadcasting  is complemented  by printed materials,  the
addit-onal  cost are,  however,  not  insignificant.
Distance  education  has  encountered significant implementation
problems  at the  school  level  in  many  countries,  especially  when  the  technology
is unfarmiliar  to the teacher and difficult  to adapt to classroom  specific
instructional  imperatives. Replication  beyond  the pilot  stage  has often  been
difficult,  especially  in  countries  with  weak  administrative  structures.  The  most
successful  applications  have  been  at  the  secondary  and  higher  levels  and  for  in-
service  teacher  education  where  the  learners  are  more  self-motivated  than  primary
school pupils.  Since 1985, few Bank projects  have included  provision  for
distance  education  programs  to support  primary  education.
In-service  teacher  training  is increasingly  recognized  as a crucial
element  of instructional  improvement  programs.  About  60%  of  the  primary  teacher
training  projects  reviewed  by Haddad  and 85%  of the FY89-90  teacher  training
projects,  included  support  for  in-service  teacher  training.  Verspoor  found  that
successfully  implemented  educational  reform  programs  made ample  provision  for
permanent  and  locally  available  in-service  training  and  professional  support.
Whether carried  out in the school  itself,  or at a local
learning  resource  center  within  easy  reach  of  area  teachers,
training  provided  to  teachers  as  they  go  through  the  process
of implementing  reform  programs  has  played  an  important  role
in the  success  achieved  in a number  of countries. 20
Three  mechanisms  for  delivering  in-service  training  stand  out as  the
most efficient  in these reviews.  First,  distance  education,  used mainly  for
general  skill-upgrading  programs,  often  include  correspondence  courses  and  radio
programs.  Good examples  are Bank supported  projects  in El Salvador  and the
Philippines. Second,  the "ripple," "echo,"  or "cascade"  method  has  been  found
to be successful. This method  targets  at first  a small  core of personnel  for
training. They  will,  in  turn,  train  a  larger  group,  who  will  then  train  an  even
larger  group  and  so on.  The  provision  of well  developed  training  materials  is
essential  to  ensure  the  maintenance  of  standards  in  these  programs.  Bank  projects
17 Hawkridge,  "General  Operational  Review  of Distance  Education."
18 Verspoor,  "Pathwayo  to Change."
19 Haddad,  "Teacher  Training."
20  Verepoor,  "Pathways  to Change."
15in Thailand,  Bangladesh,  and  Malaysia  used such  an approach  and have  a record
of success.  Third,  teacher  resource  centers  at the district  or sub-district
level,  for  example,  central  schools,  serve  am  the  locus  for  short,  recurrent  in-
service  training  and allow  teachers  the opportunity  to familiarize  themselves
with  new  materials  and  meet  fellow  teachers.  Examples  of  this  approach  are  found
in Ethiopia  and  Indonesia.
The  effectiveness  of  in-service  training  programs  wag  further  enhanced
where  systems  for  school-level  support  and  supervision  were established  and  the
content explicitly  designed  to take account of the level of knowledge  and
experience  of the typical course  participant.  Finally,  a common source  of
problems  was  the under-funding  of in-service  training.
Obiective  3: Increasina  the  Efficiency  of Prooram  Delivery
Attempts  to  increase  the  efficiency  of  resource  application  in  primary
education  have  focused  on containing  the  cost  per  student,  manipulating  student
flows,  and  reallocating  available  resources.
Containina  cost oer student  has been an important  element  of Bank
supported  strategies  in  many  of  the  poorest  countries.  Since  teachers,  salaries
often  account  for  as  high  as  95%  of  the  total  expenditures  on  primary  education,
these efforts have centered  on the efficient  utilization  and deployment  of
teachers.
A  review  of a sample  of 30 projects,  selected  on the basis  of their
support  for  ambitious  reform  programs  and  approved  between  1986  and  198821,  found
that  almost  30%  of  them  supported  measures  to  increase  the  efficiency  of  teacher
utilization.  These measures included  increaoing  teacher/student  ratios  by
promoting  double-shift  and multiple-grade  teaching,  and controlling  teacher
salary  expenditures.  Projects  in  Colombia  and  Senegal  provide  evidence  of  well
designed  multi-grade  and  double-shift  systems. (See  Box  2.)
Manioulatina  student  flows  through  reduction  in repetition  and  drop-
out  rates  and  through  changes  in  administrative  procedures  to raise  the  passing
rates  was  another  strategy  to increase  efficiency. This  strategy  was included
in  about  one  third  of  the  projects  in  the  above-mentioned  sample.  A few  projects
linked  the  analysis  of cost  per  student  to the  cost  per  graduate,  and  were  able
to advocate increasing  the former in order to reduce the latter,  thereby
increasing  the input/output  efficiency  of the  system.
The manipulation  of student flows  through automatic  promotion  did
little  to guarantee  that  pupils  passing  through  the  school  system  have  actually
learned  something.  A better  strategy  is  to  prevent  failure  through  improvement
21  World Bank, "Annual  Operational  Review Fiscal 1988 Education and
Training."
16of  instructional  quality. 22 The  EDURURAL  project  in  North  East  Brazil  providec
evidence  of  the  cost-effectiveness  of  this  strategy.
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17The  Bank  loan  supported  the  improvement  of  quality  in  Brazilian  primary  schools
through  the  provision  of  textbooks,  more  training  and  better  pay  for  teachers,
improved  administration,  and  setting  achievement  standards.  (See  Box  3.)
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expenditures  to ensure the availability  of at least a minimal supply of
instructional  materials  is an increasingly  important  feature  of Bank primary
education  projects. A growing  number  of projects  include  explicit  agreements
to protect budget allocations  for these expenditures.  The effect  of these
agreements  has  been quite  positive  in  many of the  poorest  countries.  In  Ghana,
for  example,  the  availability  of instructional  material.  has  been substantially
increased  as a result.
Obiective  4: Strengthening  Education  Sector  Manaaement
Managerial  weaknesses  have  long  been  recognized  as a  major  constraint
on effective  educational  development. Three  categories  of related  issues  can
be distinguished2:  (i)  decision  making; (ii)  planning;  and (iii)  evaluation
research.  Bank  support  for  management  improvement  has  been frequent  (included
in  two thirds  of the projects  approved  during  the  FY63-83  period),  but small,
representing  only about  5S of total  Bank  lending  during  that  period.
Decision makino in  many developing country  education syotems  is  highly
centralized.  This conflicts  with the dominant  technology  of the education
enterprise'  and is a major source  of inefficiency  in resource  deployment  and
implementation  of reforms.  Excessive centralization  most severely  affects
primary  education. Ultimately,  the  fate  of  educational  reforms  and  innovations
is affected  by local  conditions  and decided  at the school  level and in the
classroom,  where  the  influence  of central  administrative  authority  is limited.
Several Bank projects have attempted to  address this  issue by
supporting  programs  to increase  decision  making  capacity  and authority  at the
local  level.  The  most common  way has  been the support  of "nuclearization"  or
"clustering"  programs.  The programs usually have grouped schools into
administrative  clusters  around  a  central  school  which  is  endowed  with  additional
resources  to  support  the  educational  improvement  programs  in  associatad  schools.
Programs  in  Latin  America  (Guatemala  and  Honduras,  for  example)  and  Asia
(Bangladesh  and  Nepal,  for  example)  have adopted  this approach  with promising
results.
A  major weakness in Bank support  for  education  management  and
administration  has  been  the  relative  neglect  of  programs  to  train  headmasters
and  other  local  administrators.  Where  training  has  been  supported,  it  has  often
been  focused  on  purely  administrative  matters  rather  than  on  issues  of
instructional  leadership  and  community  relations.
The  most  successful  Dank-supported  educational  reforms  have  emphasized
both  local  capacity  building,  mainly  through  clustering  of schools  and  training
of  local  administrators,  and  strengthening  of  central  institutions  for  planning,
research  and  program  implementation.  These  investments  in  capacity  building  have
been successful  where  they  have been sustained  over a period  of time,  usually
23 World  Bank,  "Primary  Education."
24 Verspoor,  *Planning  of Educationt  Where  Do  We Go?"
19exceeding  five  years. For  example,  Bank  support  to  Ethiopia,  which  wa  sustained
for more than a decade,  has resulted  in the establishment  of a strong  lcal
capacity  for schuol  construction,  textbook  development  and procurement,  and
educational  planning. In  the  Philippines,  a  Textbook  Board  developed  with  Bank
support  played  a  key  role  in  the  design  and  implementation  of  effective  textbook
development  and  procurement  policies.  In  Bangladesh,  the  Academy  for  Fundamental
Education,  the Textbook  Board, and the National  Curriculum  Development  tvere
supported  under Bank projects  and provided  a strong institutional  base for
developing  and  coordinating  national  primary  education  policy.
Educational  planning  has  been  a  mainstay  of  World  Bank  support  aimed
at  improving  education  management.  Strengthening  educational  planning  was the
primargy  objective  of Bank  assistance  in  74  of  the  80  countries  between  1963  and
1983.2  Much of this support provided financing for expatriate  technical
assistance.
The  results  have  been  mixed  with  often  valuable  short-term  outcomes
but  limited  long-term  improvements  in  national  planning  capaci'y.  Much of  the
assistance focused  on  data  collection and  analysis, while  neglecting
implementation  issues,  as  so  often  in  the  traditional  educational  planning
model. 27 Both  above-mentioned  reviews  argue  strongly  for  emphasizing
institutional  analysis  and  systematic  and  sustained  support  for  management
development  programs. In  addition,  Middleton2  recommends,  on  the  basis  of  his
review  of extensive  project  evidence,  a  much  more flexible,  task-specific,  and
implementation-focused  approach  toward  educational  management.
Evaluation  and  research  components  have  been  consistently  supported
by  World  Bank  education  projects  for  the  past  two  decades.  For  example,  between
1982 and 1989,  116  of the 146  projects  that  were appraised  during  that  period
provided financing for 436 planned studies.  Nevertheless,  in most cases
financial  support  for  these  components  was limited,  representing  only 1-2%  of
the total  loan  amount. Most studies  focused  on the availability  of education
inputs,  cost and finance  studies,  and the feasibility  of the development  of
information  systems.  Only  a  small  fraction  of  these  studies  (5.6%)  was  designed
tc measure  educational  outcomes,  such  as academic  achievement.29  (See  Box  4.)
a  Middleton  et al.,  "Management  in  World  Bank  Education  Projects."
26 Noor,  "Strengthening  Education  Management."
27 Verspoor,  "The  Planning  of Education."
2  Middleton,  "Management  in  World  Bank  Education  Projects."
D  Lockheed  and  Rodd,  "World  Bank  Lending  for  Education  Research,  1982-89."
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over  the  past  two decades,  there  has  been  little  progress  in  monitoring
and evaluation  of  lank-supported  projects.  Most evaluations  have  emphasIzed  the
21.delivery  of inputs  with very little  attention  to program outcomes or cost
offects. The  development  of national  capacity  are  not  always  sustained. 30
The  absence  of  measures  of  educational  achievement  Is  a  major  weakness
in  Bank  lending  for  education,  including  primary  education. It  has  hampered  the
ability  of  the  Bank  and  developing  countries  to  monitor  the  impact  of  investments
in  education  and  lear:n  lessons  from  experience.  A  major  constraint  has  been  the
weakneos  of local educational  research  and evaluation  institutions  and the
ineffectiveness  of  short-term  expatriate  technical assistance for building
sustainable  national  capacity  in this area which in technically  complex  and
requires  in  most instances  significant  technology  transfers.
Support for Emall-scale  experimentation  and testing has been an
important feature of  Bank projects that introduce educational  reform and
innovation.  About  two  thirde  of  a sample  of such  projects  which  were judged  at
least  partially  successful  included  support  for  a pilot  phase  or a small  scale
experiment  to be conducted  before  replicating  on a larger  scale. The  weakness
of monitoring  and evaluation  capacity  has limited  the effectiveness  of these
pilots,  although, in many instances,  important  lessons  about implementation
strategies  have  been learnt.
Main  Lessomn
Figure  2 summarizes  schematically  the objectives  and strategies  of
the various  interventions  for  primary  education  development  included  in World
Bank supported  primary  education  projects.
Twenty years of investment  in primary education in 51 countries
provides  a  rich  and  diverse  source  of lessons  to help  meet  the  challenges  ahead.
At a more  general  level,  five  principal  conclusions  can  be drawn.
First, sustainability  of the investment  underlies  success in all
categories  of educational  objectives.  This  has  two  direct  implicatlons.  Cost-
effectiveness  in  the  provision  of  physical  infrastructure,  teacher  training  and
instructional  materials  is  critical,  and  capacity  building  must  accompany  direct
investments  in schooling.
Second,  experimentation  and testing  of now approaches  is essential.
Educational  practice  is site-specific  and cannot  be transferred  easily.  Bank
experience  confirms  quite  clearly  that  there  are  no  generally  applicable  recipes
for  educational  development  and  school  improvement;  what  works  in one  country,
state,  district,  or school  does  not  necessarily  work in another  setting.
Third,  the  quality  of implementation  at the local  and school  levels
is  the  critical  determinant  of  project  success.  Community  involvement  in  school
construction  and  parental  support  for  schooling  must  be  systematically  mobilized.
Training of  headmasters  and professional  support targeted at  schools are
important  ingredients  of successful  interventions.
30  Middleton, et al., "Building  Educational  Evaluation Capacity in
Developing  Countries";  and  Searle,  "Evaluation  in  World  Bank  Education  Projects."
22Fourth, management issues are critical; systematic  institutional
analyois  and  early  emphasis  on  building  local  and  central  capacity  for  managing
educational  development  are essential  to all implementation  strategies.  The
principal  weakness  of Bank  supported  primary  education  projects  is the absence
of a systematic  measurement  of student  learning  and  evaluation  of effectiveness
of various  interventions.
Fifth, successful  programs  aim  at  comprehensive  change,  but adopt  a
phased  implementation  strategy  with  considerable  experimentation  and  testing  in
the  early  phases.  Curriculum  change  is  combined  with  the  provision  of  materials,
in-service  teacher  training,  and administrative  and  management  training. The
end  result  is  a  multi-faceted  design  with  several  objectives  supported  by  a  mix
of  interventions.
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25III.  NONFORDAL  BDUCATION  AND  TDAININGs
INVUSTNBNT  oWJEcTIVB, ST3RA2eGI3S  AND  LESSONS
Nonformal  education  and  training  (NFET),  defined  as learning  that is
not part of a country's  regular  school  and training  system,  provides  basic
literacy  to adults  who  have little  or no formal  schooling  and  to children  who
do not attend  formal  schools  because  they live too far away or their  parents
need them to work.  In addition,  NFET programs  teach adults  basic knowledge
about  health  and  nutrition,  and  agricultural  and  craft  skills  that  can  help  them
improve  their  living  standards.
The objectives  of the NFET programs  supported  by the Bank can be
classified  in three categories:  (i) development  of practical skills; (ii)
promotion of basic literacy; and  (iii) preparation  for  income generating
activities.
Through  1989,  92 of the  375 Bank  education  projects  financed  by the
Bank  have  contained  NFET components;3  only  45  contained  support for basic
literacy  training.  Many of  theme  components  were  small,  loes  than  US$1 million.
Only  six  projects  included  MFET  components  of  US$10  million  or  more,  and  in  only
one  third  of  the projects  did NFET  comprise  more  than 10%  of the  total  cost.
About  two  thirds  of  the  NFET programs  included  support  for  the
development  of  new curricula.  Less  than  one  fifth  included  financing  for  reading
materials.  About  one  fourth  provided  for  audio-visual  aids  and  materials.
Specific  arrangements  for  evaluation  were  made  in  about  30% of  the
projects,  and,  in  almost  all  instances,  entrusted  to  existing  regular  permanent
agencies.  Nost of these  evaluations  focused  on the effectiveness  of delivery
mechanisms  and  on  assessment  of  the  number  of  clients  served.  There  are  no
reports  of  successful  efforts  to  evaluate  the achievement  of learners.
While  there  are  a  few  successes,  the  outcomes  of  many of  these  programs
have been disappointing.  This has  been a  major factor  in the  decline  of Bank
lending  for  NFET  since  1985. The  experience  of the  Bank,  limited  as it  may  be,
contains  many  important  lessons  which  need  to  be  considered  in  re-examining  ways
to  tap  the  potential  of  these  programs  to improve  the quality  of life  and  the
productivlty  of  the  poor.
Ob1eet$ve  1s Development  of  Practical  Skills
Practical  skills  training  is  the  most  common  type  of  program  for  which
the  Bank  has lent,  comprising  about  80%  of all  NFET programs. The  teaching  of
agricultural  or  farming  skills  was  the  predominant  area  of  interest,  although
a  number  of projects  supported  training  in  other  rural  vocational  skills.  Most
31  The  discussion  in  this  chapter  draws  very  heavily  on  Romain  and
Armstrong,  "Review  of  World  Bank  Operations  in  Nonformal  Education  and  Training."
26were  based  on the  general  notion  of keeping  out-of-school  rural  youth.  in  rural
areas,  rather  than specifically  identified  opportunities  to generate  income.
A second  set  of  programs  attempted  to create  a  low-cost  alternative
to primary education.  This strategy  was especially  prevalent in Sahelian
countries with very low enrollment  ratios, such as Benin, Burkina Faso,
Mauritania,  Senegal,  and Somalia.  These  programs,  however,  were not able  to
bring  students  up  to  school-equivalent  levels,  and,  therefore,  did  not  constitute
a real alternative  to primary  schooling  and  were rejected  by parents.  A few
attempts  to provide  access  to primary  schooling  to hard-to-reach  populations,
much as nomads, were unsuccessful  mainly because demand constraints  were
insufficiently  appreciated.
Successful  operations  were  typically  training  programs  that  focused
on a specific  and well identified  need (water  management  in Mauritania,  for
example),  or which provided  training  to special interest  groups  on request
(Thailand  and  Yemen  Arab  Republic,  for  example).  In addition,  these  programs
paid  considerable  attention  to  the  development  of  specialized  agencies  (Nonformal
Education  Department  in  Thailand,  National  Board  of  Nonformal  Education  in  Yemen
Arab  Republic,  and INACAP  in  Chile,  for  example). The implementation  of  these
programs  was  phased  over  a  decade  or  more,  allowing  the  responsible  agencies  to
learn  from  experience  and  gradually  develop  an experienced  staff.
The  teaching  of  family  life  skills  was  part  of  the  practical
training  package  in about  80%  of the cases.  Where  the program  was part of a
larger  practical  skill  program,  it was not possible  to identify  outcomes  for
this  type of programs  separately.
Obiective  2: Promotion  of Basic  Literacy
Support  for  literacy  programs  was  included  in  49%  of  the  NFET  programs
supported  by the  Bank.  The allocation  of funds  to the  literacy  component  was,
in fact,  negligible. Of the completed  projects  with literacy  components,  35%
did not even  mention  the literacy  component  in the completion  report  and  only
about  25%  was satisfactorily  carried  out.  Basic  literacy  programs  in  Mali and
Indonesia,  however,  were considered  to have  had  outstanding  results.
The  successful  projects  had  relatively  large  project  components  which
had  in  common  strong  government  backing,  considerable  support  for  strengthening
the  national  management  and  implementation  capacity,  and  adequate  assistance  for
materials  productions.
Obiective  3: Prenaration  for  Income  Generatina  Activities
Income generating  projects  typically  provide access to credit  or
development  grants in conjunction  with training.  Small  grants  or loans  are
designed  to  help  participants  expand  their  productive  activities  while  acquiring
literacy,  numeracy, and entrepreneurial  skills.  Income  generating  learning
programs  were included  in  projects  which  treated  NFET  as  a  significant  subsector
and typically  comprised  a  much larger  portion (40-100%)  of the loan than  any
other  NFET programs.
27These income  generating  projects,  especially  the one in IndonesLa,
have proven  to be quLte successful.  The  evidence  of the few Bank supported
cases seems  quLte positLve. CombLning  lncome  raisLng  programs  wlth literacy
appears  to affect  both  aspects  positively.  (See  Box 5.)
Imnlementation  Stratelaes
Radlo  and  telovision  broadcasting  was  used  to  dLsemLnate educatlonal
messages  in  about  30%  of the  NFET  projects. With  the  excetlon of the  Thailand
project,  little  evidence  of  effectLveness  has  been  reported . on  the  other  hand,
these components were not  implemented  in  several projects and  technLcal
diffLculties  hampered  effectLveness  in  many  others.
Mobile unit.,  typlcally  vehliles  carrying  audio-visual  aids  and  other
trainlng  equlpment,  were  provided  in  20% of  the  NFBT  projects.  The  experience
wlth  them  has  not  been  posLtive,  and  they  rarely  served  the  Lntended  purposes
effectlvely.  The  lack  of  software,  such  as  films  and  slides,  and  spare  parts
created  implementation  problems  in  almost  every  case  for  which  informatLon  was
avaLlable.
Reading  materials  were  provided  only  in  20% of  the  NFET  programs  and
in  16  out  of  the  45  literacy  programs.  While  there  may have  been  other  source
of  readlng  materlals  in  some projects,  lt  remalns  surprising  that  so  few  projects
included  the  proviLson  of  reading  materlals.  The  Mali  project  supported  the
production  of  reading  materials  ln local  languages  and  even  produced  a  rural
newspaper.  ConsLderable  materials  were  produced  ln  the  successful  Thailand  and
Indonesla  projects.
Shared use of school  bulldings  and teachers  was  a  feature  in  many
projects  that seemed  attractlve  on the surface  but which often encountered
diffLcultLes  ln practice. Problems  of conflictlng  claims  on space,  dlstance,
and  image  adversely  affected  program  effectiveness.  Simllarly,  teachers  tralned
in  the  formal  system  were  often  poorly  prepared  for  the  speclal  demands  of  adult
educatlon  and  tralning.  Where  voluntarLem  was  expected,  it  was  rarely  sustained.
Training  funds  for  responding  in  a  flexible  manner  to  locally  generated
NFET  requests  were  only  establlshed  ln  a  few  projects  (Indonesia  and  Yemen,  for
example),  but  the  arrangements  worked  well. It  is  hlghly  slgnlficant  that  these
arrangements  were  continued  and  strengthened  through  follow-up  projects  in  these
countrles.
S0  Several  posLtive  outcomes  are reported  for  dlitance  education  programs
which  prepare  adult  learners  foL  formal  secondary quivalency  exams.  See  David
Rawkridge,  "General  Operatlonal  RevLew  of Dlstance  EducatLon.
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Nonformal  education  projects  have had  more than the usual share  of
implementation  problems. This is not surprising  since  the appropriate  method
for  delivering  these  components  on a large  scale  is not  well developed. Four
lessons  emerge  from  the  limited  Bank  experlence  in  this  area.  Figure  3  summarizes
the  objectives,  strategies  and lessons  of Bank investment  in  this  area.
First,  small  components  have at best yielded  small  benefits;  often
they  have  not  been  given  the  attention  in  preparation  and  supervision  that  they
needed.  The best results  have been achieved  in free-standing  projects  or
projects  where  at least  30%  of the funds  was allocated  to NFET.  Running  NFET
programs  as an appendix  to formal  programs  jeopardizes  potential  success.
Second,  experimentation  and  piloting  of  delivery  strategies,  programs,
and materials are essential.  Evaluation,  including  assessment  of learning
achievement,  is critical  in a systematic  process  of learning  about  what works
and what does not work.  Unless outcome  evaluations  will be systematically
developed,  the  renewed  interest  in  NFET  will  not  be sustained. If  outcomes  are
not  measured,  reductions  in budget  allocations  have  no known  cost.
Third,  the  most  successful  programs  have  built-in  mechanisms  to  respond
flexibly  to  requests  for  training  from  the  beneficiaries,  on  the  basis  of  clearly
spelled  out  procedures  and  criteria. Also,  when income  generating  training  is
included  in  the  package,  chances  for  success  increase.
Fourth, attending  to management  and institutional  issues is very
important.  Where  programs  have  worked,  there  have  been  significant  investments
in  building  administrative  and  managerial  capacity.
30Figure 3: A Summary  Chart  of the World Bank's NonFormal Education
and  Training  Investment  Objectives  and  Strategies
Objecties  Strategies  Main  Lessons
Practical  Skills  Broadcasting  through  radio  and television  Successful  programs  focus  on a spedfic
Development  to disseminate  messages  and  well-defined  need,  or provide  training
to special  interest  groups  on requesL  They
paid  attention  to the development  of
specialized  agencies.
Promotion  of  Using  mobile  units  to promote  literacy  Successful  projects  had  strong  government
Basic  Uteracy  and  other  training  support,  considerable  support  for
strengthening  the national  management  and
implementation  capadty,  and  adequate
Providing  reading  materials  support  for production  of materials.
Preparation  for Income-  Successfl  prects  combine  incomtSenetating
Generating  Aetivities  programs  with literacy  programs.  Te  use
of radio  and  television  broadcasting  and
Using  a school  building  and teachers  mobile  units,  and the  shared  use  of school
in the formal  education  system  for NFIr.  buildingp  and teachers  are  not effective
and susainable  strategies  to promote  NFPT.
Important  to provide eading  materials  in
literaq progams  and training  funds  to
Setting-up  training  funds  to respond  to  respond  to local  requests.
locally  generated  NPET  requests
31IV.  CONCLUSIONS  AND IMPLICATIONS
The World Bank has been most successful  in supporting  educational
development  where it has followed  a lending  strategy  which comprised  at least
four  elements:  (i)  in-depth  analysis  of (sub)aector  issues;  (ii)  concentration
on a few  policy  and institutional  objectiveol  (iii)  a  persistent  commitment  to
these  over an extended  period  of time;  and (iv)  an explicit  delegation  to the
Borrower  of the responsibility  for sectoral  analysis  and policy formulation,
31 project  development,  and implementation
These general lessons  apply fully to the Bank support for basic
education.  At  the  same  time,  they  suggest  the  need  to structure  the investment
instruments 3 2 in  a  way  that  is  congruent  with  the  specific  technical  and
organizational  characteristics  of basic  education.
Design  Imperatives  for  Basic  Education  Investmet
The experience  of the World Bank's investment  in basic education,
reported  in  the  proceeding  chapters,  suggests  that  four  features  of  basioc
education  development  programs  must  be  taken  into  account  in  project  designt
*  The  quality  of  the  8chool-lovel  iAplementatlon  of  a  fairly  standard
set  of  inputs  in  primary  education programs is  the  principal
determinant  of  outcomes.  NFET are  usually  more  experimental  in  the
inputs  they  provide  and  face  even  greater  challenges  in  this  respect.
*  The  context  in  which  the  program  is  implemented  strongly  affects  the
quality of  implementation. What works in one place may not be
effective in another.  Interactions  between students, teachers,
parents,  and  administrators  have  a  strong  impact  on  program
implementation.  Transformation  and  adaptatLon  of  the  original  program
design  should  be  the  rule  rather  than  the  exception.
*  An  effectlve  admainlatratIve  organizatlon  and  efficient  management
processes  are  pre-conditions  for  good  implementation.  The  investment
experience  of  the  Bank  provides  ample  evidence  for  the  central  role
of  competent  national  or  state  and  district  level  institutions  to
effectively  support  schools  and  NFET institutions.
31  Verspoor,  "Accelerated  Educational  Development";  and  Fredrikuen,
"Increasing  Foreign  Aid  for  Primary  Education."
32  I  use  the  term  "lnvestment  instrument"  ln  this  context  to  describe  the
mechanism  that  is  selected  to  regulate  the  flow  of  resources  from  central
authorities  to the  end-users such as schools, school  districts,  or  NFET
deliverers.
32*  The absence  of support  for  mechanisms  to assess  program  outcomea  is
the  critical  design  weakness  of  Bank  projects  in  primary  education  and
NFET.  There  is  little  information  on the impact  of the program  on
learning  and  skill  acquisition.
In  most  instances,  Bank  support  for  basic  education  has  been  designed
to help countries  implement  large-scale  programs  of oducational  development.
Thls tendency  has become  stronger  over the years.  Even where the Bank has
supported  small-scale  experiments,  these  have  always  been  designed  with  the  hope
of  developing  a  model  that  subsequently  could  be replicated  nationwlde.  Large-
scale  educational  development  pose  a  set  of  special  management  probleme  that  will
need to be addressed  if interventions  are to be successful. The dilemmas  of
implementing  large-scale  change  programs  at  the  school  level  are  presented  in
Table  5.
Table  5S  Dilemmas  of  Large-Scale  Programs
scale change programs  |  mplementatLon
COMPLEXITY
i)  Complex  programs  comprising  Limited  capacity  to  absorb
a  bundle  of  innovations  wlth  change,  calling  for  simple
multiple  and  open-ended  and  well-defined  programs.
objectives.
COIITNMT
ii)  Responsive  to issue.  perceived  Prlority  issues  at the  school
as priorities  by central  level  may  be differentg  local
policymakers  and  planners.  commitment  to national  programs
is  often  limlted.
CONFORMITY
iLi)  Program  desLgn  sets  out  Specific  conditions  of  each
lntervention  strategLes  that  school  (district)  may limit
are  to  be  applled  generally.  applicabLilty  of  nationally
defined  intervention  strategies.
CONSTRAINED  RESOURCES
iv)  Emphasis  on  program  adoptlon,  Need  for  costly  long-term  school-
llmited  resources  for  external  level  support  and  locally  avaLlable
assLitance  to  the  schools.  trainlng.
33The  dilemmas  of implementing  large-scale  change  programs  at  the  local
level  apply  even  more strongly  to  NFET  programs. The  capacity  to implement  NFET
programs  where none  existed  before  iL limited. The central  planner's  view of
what the people  need is  often  very  different  from  what the people  want at the
moment  the  program  becomes  operational 33. Training  needs  are  much  more  context-
specific,  and  the limited  availability  of resources  often  leads  to a  neglect  of
professional  support  and  a  reliance  on voluntarism.
The  major  challenge  for  basic  education  programs  is to reconcile  the
features  of  large-scale programs with  the  constraints of  local-level
implementation.  It  is,  therefore, important  to  take  into consideration
implemerntation  issues  at  the stage  of  project  design.
The  more successful  projects  have  developed  effective  ways  to address
the issues  of project  complexity;  to elicit  commitment  from  the change  agents
and from those affected  by the intervention;  to allow for flexibility  in
adjusting  to local  conditionse  and  to strengthen  the resource  base.
The problem of project  complexity  has been dealt with in two ways.
First,  many projects  have adopted  a  strategy  of progressive  innovation,  by
which  a  sequence  of  smaller  projects  implemented  progreesively  ambitious
innovations  in  a  large  geographic  area  over  a  decade  or  more.  Taken  together,
these  innovations  have  resulted  in  considerable  change  over  time  and  the
implementation  of  large-scale  comprehensive  reform.  Bangladesh  and  Ethiopia
illustrate  this approach. A second  approach  is  to  simplify  project  design  and
drop  certain  elements  of  the  projects  during  implementation.  Quite  often  the
victims  are  the  NFET components.
Mobilizing  and  sustaining  national  commtment and  local  support  is
absolutely  critical  to  successful  implementation.  One strategy  is  to  communicate
program  objectives  to  local  administrators,  teachers,  and  parents  from  the
outset,  and  be  responsive  to  their  needs.  Programs  that  have  made  arrangements
for  providing  support  for  requests  emanating  from  the  local  level  are  among  the
most  effective  ones.  The  NPET  programs  in  Indonesia  and  Yemen  and  Colombia's
primary  education  project  are  successful cases.
To  allow  for  flexibility  in  implementation,  local-level  conformity  is
required  only  for  core  program  objectives.  Considerable  authority  is  delegated
to local authorities  for adapting  the program to local conditions.  A few
successful MNFT  and  some  recent  primary  school  improvement  programs  went  so far
33 In  many  instances,  pre-lnvestment  needs  assessments  were  not  done. Even
where they were done, the  reality turned out  to  be different from the
expectations  based  on  survey  results.  See  Romain  and  Armstrong,  "Review  of
World  Bank  Operations  in  Nonformal  Education  and  Training."
3  Progressive  innovation  is  a  strategy  designed  to  implement  in  a  large
geographical  area  (a  country,  a  state,  a  province)  a  number  of  successive  changes
each  rather  modest  ln itself,  which  when  taken  together  result  ln considerable
change  over  time. The long-term  objective is large-scale  and comprehensive
reform.
34as  to  provide  a  fund  or  a  line  of  credit  that  allowed  them  to  respond  to  local
investment  propocals  or~  the  baeis  of  a  eet  of  broadly  defined  criteria.  (See
Eox  6.)
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community self-help efforts.  A school improvement fund in Mali, for example,
will provide matching grants to Parent Teachers Associations that launch school
improvement efforts.  In other countries, funds have been allocated to support
community-managed school construction efforts.  In a few projects, governments
have agreed to use Bank funds to support non-government organizations working
at the grass-roots level.
Investment  Instruments
Bank supported education projects have not dealt effectively with the
tension  between  the  demands  of  large-scale  coverage  and  local-level
implementation.  The  policies  and  practices  for  the  design,  appraisal  and
implementation of  educational projects are generally based on the  procedures and
investment  instruments  developed for  infrastructure  projects. The  infrastructure
model served the sector well during the period when the provision of physical
facilitLes and equipment was a dominant lending objective.  It emphasized the
detailed costing of project inputs and the careful planning for their timely
delivery over a four- to six-year period.
This traditional model is based on three main assumptio-  First, it
assumes that program objective and design can be standardized and trarsferred
across a large number of  beneficiary groups,  while yielding essentially the same
outcomes. Second, it considers the input delivery to be the dominant variable
affecting  outcomes.  Third,  it assumes that  local  implementers will  do what
program designers "know" is the right thing.
These assumptions rarely hold for  basic education projects which need
to respond to diverse local needs inherent in  primary education development, and
even more in NFET.  A number of projects have, therefore, introduced a flexible
alternative  to the traditional project model.  This investment instrument,  known
as the Sector Investment Loan, provides financing for a  time-slice of broad
(sub)sectoral  development  program,  focuses  on  policy  and  institutional
objectives,  and  delegates  responsibility  for  detailed  project  design  and
implementation to the Borrower.
The benefits of this type of lending can be substantial.  A review of
the  early  experience  with  it  in  the  education  sector  concluded  that  the  Sector
Investment  Loan  has  effectively  supported  the  development  of  key  institutions
for  research,  planning,  policy  analysis,  and  program implementation.  Furthermore,
it has improved decision-making capability, and encouraged the application of
more objective criteria to investments in education. 35
The sector investment instruments  differ from  the traditional project
loan in several ways:
*  They are based on a broad  (sub)sectoral development program. A
ten-year action program (such  as the one called for by the World
Conference on  Education  for All)  specifying policy  measures,
3S  Johanson, "Sector Lending in Education."
36institutional  development  priorLtias,  investment  programs,  and
recurrent  cost  implications  would  be  a  good  example  of  a  sub-
sectoral  development  program.
*  National  staff  take full responsibility  for sectoral  analysis,
project  development, appraisal  and  supervision  of  the
implementations  of the specific  investments  (sub-projects)  that
are  the  constituent  elements  of  the  subsectoral  program.
*  The  responsibility  for  the  appraisal  and  supervision  of  projects
is  usually  discharged  through  an  agency  for  the  government,  known
as the intermediary.
*  Bank appraisal  focuses  on the sub-sectoral  development  program
and  the  effectiveness  of the institutional  arrangements  of sub-
project  preparation,  appraisal,  implementation  and evaluation.
Bank  implementation support  focuses  essentially  on  the
intermediary  through  annual  and  bi-annual  review  meetings.
The  Sector Investment  Loan is, in fact, a  line of  credit for
(sub)sectoral  development  that allows  implementatLon  with  maximum  flexibility
and  responsiveness  to local  conditions.  (See  Box  7.)
In many countries,  however,  the national  institutions  are not yet
equipped  to carry  the responsibility  for a full-fledged  sectoral  investment
loan.  In those  cases,  the sector  investment  loan  mechanism  has been adapted
and limited only to those elements  where national  agencies  exist and are
sufficiently  experienced  to manage a  subsectoral  investment  program.  The
management  of  school  construction  programs  are  increasingly  being  designed  this
way.  Furthermore,  several  projects  have established  school improvement  or
training  funds  to support  local  initiatives  in  the  context  of projects  that  are
for  other  components  designed  along  more  traditional  lines.  (See  Box  B.)
The  distinction  between  a  traditional  specific  investment  project  and
a sector investment  project is, thus, not clear cut.  In fact, there is a
continuum  of design  options  from  which  each  country  will  have  to choose  in  the
light  of prevailing  local  conditions  and the dominant  characteristics  of the
project.
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39Conclunlon
Twenty  years  of  World Bank  investment  in  basic  education  has  many
lessons of  success, as well as  of  faLlurs.  Flve  featuros  stand  out  as
particularly  important  for  project  designs
*  Support  the  locally  determined  proc.sses  such  as  school
improvement,  comunity  mobLlizatLon  and  school  location  planning
that  drive  educational  developmentg
*  Invest  in  those  inputs  that  are  most  cost-effective;
*  Test  carefully  how  a  partlcular  investment  package  works  out ln
a  particular  setting  and  monltor  outcomoe  constantly;
*  Strengthen  the  institutional  capacity  to  manage  strategLc  planning
and  manag_ment  at  the  natLonal  or  regional  level  and  to  manago
operation  at  the  dLstrLct  and  school  levelsg  and
*  DesLgn  projects  to  allow  for  flexible  response  to  a  wide  variety
of  local  needs  and  unplanned  events.
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